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Abstract 
 The purpose of this action research study was to find out if Guided Reading plays an 
effect on student reading scores in a first grade classroom. Research was conducted by two 
teachers in two separate first grade classrooms and each teacher had four student participants. 
The teachers focused on three components of Guided Reading. These included group size, 
individualized instruction, and interruptions and absences.  Data was collected through Fountas 
and Pinnell Pre and Post Assessment, Teacher Observation Journal, Student Self Assessments 
and Teacher Tally Form. The results showed that Guided Reading has a positive effect on 
student scores and an increase in reading scores was found. Implement the Guided Reading 
strategy for small group reading instruction is encouraged in first grade classrooms.  
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 Children begin the literacy journey through experiences in their homes, school, and 
community at an early age. From the moment they wake up to the moment they close their eyes, 
they are engulfed in a literary world. When they enter school, literacy teaching is intentionally 
used to enhance students’ skills in reading, writing and communicating. Reading instruction, in 
particular, is a primary focus in early elementary classrooms. Making sure each student learns to 
read proficiently helps to build all students’ literacy confidence. Reading instruction builds 
literary confidence in not only reading, but all curriculum content areas. Providing high-quality 
reading instruction in the early primary grades can help prevent reading difficulties as they 
progress through their educational journey (Solari, Denton, & Haring, 2017).  
High-quality reading instruction encourages teachers to use a variety of strategies to 
guide their teachings. One strategy that has been used is Guided Reading. Guided Reading is a 
research-based strategy that has become a well-known “best practice” in creating balanced 
literacy in the classroom (Iaquinta, 2006). Fountas and Pinnell (2012) state “Guided Reading has 
shifted the lens in the teaching of reading to focus on a deeper understanding of how readers 
build effective processing systems over time and an examination of the critical role of texts and 
expert teaching in the process” (p. 268).  Guided Reading allows teachers to ask questions and 
guide students in their understanding and learning. It also provides small-group, individualized 
instruction that is critical for creating independent and life-long learners (Ford & Opitz, 2002).      
Teachers have tried increasing students’ reading scores by implementing various 
components in their Guided Reading approach. According to Vernon-Feagans et al. (2012) “a 
host of early interventions for struggling readers have proven to be successful” (p. 103). 
However, the strategies teachers use to implement Guided Reading has been inconsistent, 
partially because Guided Reading has several possible strategies (e.g., grouping, individualized 
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instruction, and clear teacher/student roles) that can be implemented within its format. Teachers 
who are consistently using these strategies through their Guided Reading instruction should see 
an increase in reading scores at grade level and beyond. This study examined eight first-grade 
students, four boys and four girls, who scored below grade level in reading. The study was 
conducted in two first-grade general education classrooms in the Midwestern United States. 
Guided Reading has become a best practice for teaching reading in recent years. 
However, Guided Reading includes several components that can be used in varying degrees 
making it inconsistently implemented in classrooms. Consequently, the variety of strategies 
available makes it difficult to determine the effectiveness of implementing Guided Reading on 
improving student reading scores. Therefore, the purpose of this action research project is to 
determine the effect, if any, Guided Reading has on student reading scores in a first-grade 
classroom. 
Theoretical Framework 
  Reading instruction is a focus in first-grade classrooms. The Constructivist view of 
learning supports a variety of teaching practices related to reading instruction in elementary 
classrooms. In general, Constructivism describes learning as a way of gaining knowledge 
through experiences. According to Powell and Klina (2009), “Constructivism is a vague concept 
but is currently discussed in many schools as the best method for teaching, and learning” (p. 
241). In order for a teacher to implement high-quality Constructivist practices in the classroom, 
the teacher needs to know where each student’s understanding lies with a concept. Lev 
Vygotsky’s Social Constructivism built upon Constructivism and explains that knowledge is 
gained through social interaction (Powell & Klina, 2009). Social interaction strategies such as 
collaborative and cooperative learning in the classroom have been shown to be a highly effective 
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teaching strategy. Included in Vygotsky’s theory is the concept of the Zone of Proximal 
Development. The idea behind the Zone of Proximal Development  “is that with more capable 
peer or teacher assistance, students are able to operate at a higher level than they could on their 
own, and this enables them to learn to operate independently at this level” (Wass & Golding, 
2014, p. 672).  Students are not able to learn a concept if it is too difficult for them on their own. 
However, if the student receives assistance through interaction with a teacher or peer, students 
are able to complete tasks that are slightly more difficult than what their capabilities would allow 
them to complete on their own. When students complete these tasks with assistance, they will 
gradually be able to do them on their own. Scaffolding is an example of how educators use the 
Zone of Proximal Development in the classroom today. 
Social Constructivism, particularly the concept of the Zone of Proximal Development, 
helps explain how students’ Guided Reading scores are socially impacted. During Guided 
Reading, the teacher provides instruction that is within the students’ Zone of Proximal 
Development by assisting with reading strategies using a text-level slightly above what the 
students are able to read independently. As Fountas & Pinnell (2012) noted, Guided Reading is 
“an instructional context for supporting each reader’s development of effective strategies for 
processing novel texts at increasingly challenging levels of difficulty” (Fountas & Pinnell, 1996, 
p. 268). By offering this type of instruction, students will gradually be able to apply the strategies 
they learn to more challenging texts independently. Social Constructivism also explains how 
students’ scores are impacted through the idea of a socially structured environment. While 
students are engaged in Guided Reading, they are involved in discussions where sharing their 
reading experiences and learning from their peers and teacher in a small group setting is 
encouraged. In this study, providing instruction within the participants' Zone of Proximal 
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Development during Guided Reading implementation was a focus.  This was achieved by 
building on students’ prior knowledge through collaborating in small groups, encouraging 
students to make predictions and connections, and assisting with reading strategies with a leveled 
text that was slightly more challenging than what students’ could read independently. Through 
these strategies, students were able to build knowledge through participation in Guided Reading 
instruction, which, in turn, impacted students’ reading scores.  
Review of Literature 
Three Components to Implement Guided Reading More Efficiently 
According to Richardson (2016), “Guided Reading has propelled millions of children into 
successful, independent reading” (p. 8). Providing instruction by intentionally implementing 
various components of the Guided Reading approach have been tried by numerous teachers in an 
effort to increase students’ reading scores. When intentionally integrated, a few of the 
components research suggests are grouping students, individualizing the learning instruction, and 
considering the roles teachers and students have during Guided Reading instruction.   
Grouping strategies. The first essential component to consider when implementing 
Guided Reading is techniques for grouping students. Grouping strategies should include the size 
of the group, the reading level of the group, and the group's flexibility. Grouping students should 
be flexible, temporary, and should provide a place for students to support each other as readers 
(Iaquinta, 2006). Through observation, teachers can provide an appropriate group size for the 
individual needs of their students. If a group of three students can achieve the same level of 
progress as a group of one, students should be organized into groups of three (Vaughn et al., 
2003). Teaching a single student is not usually possible in a general educational setting (Lipp & 
Helfrich, 2016), but it is a way to reach the broad range of learners in a classroom (Fountas & 
Pinnell, 2012). When grouping students for Guided Reading, it is vital for the teacher to think 
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about their reading levels and use books that are leveled to the students' abilities. Research has 
found that students seem to read best when texts are at their level and are not too easy or too hard 
for them (Fountas & Pinnell, 2012; Iaquinta, 2006), and that grouping students according to their 
individualized reading level has resulted in huge gains by the students (Vernon-Feagan et al., 
2012). Being flexible with the way teachers group students is also an essential component for the 
success of students’ reading. Teachers should adjust groups according to how the students’ are 
learning. Guided Reading groups should always be temporary and change to meet the needs of 
the students (Ford & Opitz, 2008; Fountas & Pinnell, 2012; Laguinta, 2006).  
Individualized instruction. The second essential component to consider when 
implementing Guided Reading is how individualized learning and instruction can be provided to 
students within a classroom setting. Guided Reading supports the second tier of the Multi-Tiered 
System of Support (MTSS) and Response to Intervention (RTI) framework, as it provides 
increased support based on student needs as identified in assessments (Fien, Smith, Smolkowski, 
Baker, Nelson, & Chaparro, 2015; Solari, Denton, & Haring, 2017). This explicit, systematic 
instruction occurs before, during, and after reading (Solari, Denton, & Haring, 2017). One way to 
individualize instruction is to use running records to find out the students reading level. Fountas 
& Pinnell (2012) state, “the A to Z text level gradient has become a teacher’s tool for selecting 
different texts for different groups of children” (p. 270). Research shows teachers who use 
ongoing running records as a tool to assess student achievement and group students accordingly 
by level texts has a positive impact on student learning (Fountas & Pinnell, 2012). A running 
record is an assessment tool that is used to assess students reading strategies students have 
learned from previous instruction. Using assessment results allows teachers to provide a level 
text that is “just right” for each of their Guided Reading groups. Individualized instruction using 
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leveled text has positive outcomes for students. Unfortunately, teachers often ask students to read 
text that are too difficult which has a negative impact on student success (Allington, 2013).  
During Guided Reading, teachers should focus on foundational and comprehension skills 
when using text. Readers who struggle often have difficulty with both of these skills, so it is 
essential that they are focused upon to provide balanced reading instruction (Solari, Denton, & 
Haring, 2017). If a teacher focuses on only one of these skills, students may struggle to either 
correctly read the text or understand the story. Foundational skills are considered alphabet 
knowledge, print concepts, phonological awareness, phonics, decoding, and fluency. Instruction 
should be challenging and progress from simple to more difficult concepts (Morris, 2015; Solari, 
Denton, & Haring, 2017). Comprehension skills should start with easy strategies and gradually 
move on to harder ones throughout the year. According to research, teachers should spend at 
least two weeks on a strategy before moving on, and it is recommended to teach these strategies 
to students in a whole group and then provide additional practice during Guided Reading (Solari, 
Denton, & Haring, 2017). Vernon-Feagan et al. (2012) suggest “helping classroom teachers offer 
individualized reading instruction for their struggling readers resulted in large reading gains for 
the students” (p. 103).  
Roles of the teacher and students. The third essential component to consider when 
implementing Guided Reading is to have clearly defined teacher and student roles. Guided 
Reading takes place near the end of the gradual release model. The Gradual Release Model starts 
with the teacher modeling behaviors and decreases their support until the student takes on full 
responsibility (Solari, Denton, & Haring, 2017; Wall, 2014). The role of the teacher is to provide 
support only if needed. If teachers do this, students will become more independent readers and 
develop confidence in their reading ability (Wall, 2014). One way that teachers can support 
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students during reading is by verbally prompting them to use strategies learned through Guided 
Reading instruction. The verbal prompts used by teachers, however, should be vague and open-
ended as this shifts the responsibility to the student (Wall, 2014). This will ensure that the 
student is actively engaged in comprehending the text. The goal of Guided Reading is to let 
students problem-solve by using the strategies they have been taught (Wall, 2014). Another of 
the teachers’ roles is to provide students with immediate corrective and positive feedback, which 
prevents bad habits from being formed and assures students will learn correct responses (Fien et 
al., 2015; Solari, Denton, & Haring, 2017).  
Students also have a clearly defined role within the reading group. When a student is 
engaged in the reading group, their purpose is to use the strategies that they have learned and 
apply them to their reading, with support from the teacher only if needed (Wall, 2014). This 
allows students to build on their previous knowledge and gain confidence in their reading 
abilities. 
Classroom Structure  
Guided Reading instruction is successful when teachers have a classroom structure that 
allows the teacher to “effectively work with small groups of readers while keeping other readers 
independently engaged in meaningful literacy learning activities” (Ford & Opitz, 2002, p. 711). 
Teachers have tried many different methods (i.e., seat work) to help engage students who are 
independently working outside of their group. Often, when implementing these strategies, 
students are either not effectively engaged in literacy learning, or the level of difficulty is not 
appropriate for the individual student (Ford & Opitz, 2002; Worthy et al., 2015). When students 
are not engaged in Guided Reading, they should be engaged in activities that enhance their 
understanding of literacy (Ford & Opitz, 2002). Since students spend a lot of time independently 
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working in the classroom, the instruction that takes place away from the teacher needs to be just 
as powerful as when students are working with the teacher. This instruction should be based on 
the students’ reading and writing abilities and their degree of independence (Ford & Opitz, 
2002).  
When classroom activities do not align with students’ abilities or classroom goals, 
challenges may arise, (e.g., disengagement, limited productivity, inappropriate levels of 
difficulty, and unclear directions), that cause interruptions during Guided Reading group 
(Worthy et al., 2015). Literacy workstations and Daily 5 are classroom structures that can be 
beneficial for students and teachers when the activities align with student learning in a small 
group. During literacy workstations, students work independently or in groups on literacy 
activities at designated areas around the classroom (Ford & Opitz, 2002). Daily 5 is a similar 
workstation model. The Daily 5 consists of a short, whole group mini-lesson after which the 
students move into independent literacy activities. The independent activity only lasts as long as 
the students are engaged. When student engagement has waned, the teacher conducts another 
mini-lesson and moves into another independent literacy activity. This cycle continues up to four 
times (Boushey & Moser, 2012). The independent literacy activities consist of Read to Self, 
Work on Writing, Partner Reading, Word Work, and Listen to Reading (Boushey & Moser, 
2012). During Daily 5, students are often allowed to choose the activity and their location in the 
classroom. According to Boushey and Moser (2014) “students have control over what they read 
and write, where they sit, and the activity they participate in” (p. 25). Literacy workstations and 
Daily 5 teach students independence by cycling through a model and practice framework 
(Boushey & Moser, 2012; Ford & Opitz, 2002). Literacy workstations and Daily 5 may be 
implemented differently depending on the needs of the teacher and students.    
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Based on the findings in this literature review, it is evident that there are “best practices” 
that impact the success of Guided Reading. Small group or individualized instruction plays a key 
role in providing balanced literacy in the classroom. Teachers who implement Guided Reading 
effectively can have a positive impact on students’ success in reading. This research study 
explored these findings by investigating the impact of incorporating Guided Reading on student 
reading scores in a first-grade classroom.  
Methodology  
The research methodology used in this study is Action Research. This method focuses on 
the outcome of increasing student learning through an examination of teaching strategies. This 
study is intended to help improve teacher practice to better students’ academic achievement. This 
study used a combination of qualitative and quantitative data, resulting in a mixed methods 
approach to research. The qualitative data consisted of observations, student self-assessments, 
and tally forms. The observations and tally forms were conducted daily and the student self-
assessments were presented at the beginning, middle, and end of the research period. The 
quantitative data consisted of assessments of formal running records using the Fountas and 
Pinnell Leveling System. Pre- and post-assessments were presented at the beginning and end of 
the research period. 
This action research study took place in two first-grade classrooms at an elementary 
school in the Midwestern United States. This elementary school was one of 16 elementary 
schools with the local school district. The sample consisted of a total of eight students, four 
students in each classroom.  The sample from Classroom A had three girls and one boy and the 
sample from classroom B had three boys and one girl. These students were between six and 
seven years old. Seven of the students were Caucasian and one student was Native American. 
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These students were pre-selected based on their reading score using the Fountas and Pinnell 
leveling system. All students were below the expected reading grade level, but none qualified for 
district-provided reading assistance. The sample consisted of five students at a Fountas and 
Pinnell level B and three students at a Fountas and Pinnell level C. The sample was 
representative of first-grade students in the elementary classrooms.  Guided Reading was not a 
necessary strategy to implement in first-grade classrooms. However, this curriculum was highly 
recommended by the school district.  
Fountas & Pinnell Leveling System pre- and post-assessment was used to determine 
whether grouping students influenced reading scores. The pre-assessment also served as a 
baseline for students’ reading level at the beginning of the research. These reading levels were 
used to group students at the start of the study. The post-assessments served as a summative 
assessment at the end of the research. The observation recording journal was used daily by each 
teacher. This form was used to record students’ informal running records (records of students’ 
errors and strategies used when reading text), individual teacher notes, and journal prompts. The 
observation data were collected throughout the week to determine whether students understood 
Guided Reading strategies at their assigned reading group level. The data collected also provided 
insights from the teachers’ perspective related to the effect Guided Reading had on student 
learning.  
Student self-assessments demonstrated how the students felt about their Guided Reading 
groups in the beginning, middle, and at the end of the research. The student self-assessments 
allowed decisions to be made about changing groups and altering instruction to improve the 
learning environment for students. Knowing how the students felt about their reading groups and 
the learning that took place helped to identify groupings in which optimal learning would occur. 
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Finally, the teacher tally form for student interruptions from non-participants within the Guided 
Reading group and student absences was used to determine if interruptions and absences 
impacted instruction and student progress in their Guided Reading groups.  
 Each day, during the designated time, the teacher in classrooms A and B implemented 
the Guided Reading strategy. The teachers started this process by gathering the students in front 
of the classroom. The selected students were dismissed to their Guided Reading group and the 
rest of students were dismissed into their independent activity or choice stations. The 
independent activities consisted of Read to Self, Work on Writing, Word Work, and Listen to 
Reading – all correlating to the Daily 5 structure.  The Guided Reading group met at a larger 
table in the classroom for one, twenty-minute session per day four days each week. To begin the 
Guided Reading lesson, the selected students started writing specific sight words. Students 
practiced writing these sight words on individual whiteboards. The sight words were pre-picked 
for each student prior to the day's lesson. The teacher would then do a sight word check by 
having the students write three predetermined sight words on their boards. If the sight word was 
spelled correctly, the teacher would record this using a checkmark or tally mark next to the word 
on their sight word sheet. When the student was able to write the sight word five times, the 
teacher would move on to a new sight word. If the student misspelled the word, the teacher 
would prompt the student with a clue. 
The next activity consisted of introducing a leveled text. The teacher prepared the 
students by discussing the pictures and words in the text that the students might find challenging. 
The students then started reading the text independently while the teacher listened to each 
student independently. While listening, the teacher recorded student errors using a running 
record in the observation recording journal. Prompts were given to students to help with 
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problem-solving strategies and to improve accuracy. After the text was read, a short discussion 
of the story’s elements and connections to students’ prior knowledge was facilitated.  A new 
sight word was then taught to the group of students. The teacher wrote the word on a small 
whiteboard, and students tried to read the word. The teacher then erased letters and asked 
individual students what was missing. The students had to state the letters missing and then spell 
the word. Each time the teacher erased more letters, this process was repeated. Students were 
then given their own letters to mix and fix on their own whiteboards. “Mix and fix” was a 
strategy used that involved students shaking magnetic letters in their hand and then building the 
word. After the word was built, they read each letter and then read the word. After, 
implementation of the “mix and fix” strategy, students wrote the word three times using their 
finger on the table and then wrote the word using a marker on their whiteboards three times. This 
concluded each daily Guided Reading lesson. The data gathered from these activities helped 
determine if Guided Reading was an effective strategy to use to increase student reading scores.  
Analysis of Data 
The pre- and post-Fountas & Pinnell running record assessment was given to each 
individual participant in both classrooms. The participants read a leveled text to the teacher 
without prompting or guidance. The teacher recorded student errors on the Fountas & Pinnell 
recording sheet to determine accuracy. Then the teacher asked comprehension questions to 
determine participants’ understanding of the texts. The accuracy was calculated by dividing the 
number of words correct by the number of words in the story. This was then used to determine 
the participants’ new instructional level. The criteria for meeting the instructional level, 
according to the Fountas & Pinnell Benchmark Assessment Systems, was an accuracy level of 
95% or higher with limited comprehension, or an accuracy level of 90% to 94% with satisfactory 
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comprehension. Students should have entered first-grade at a Fountas and Pinnell level D. All 
students who were below the level D were grouped in one Guided Reading group for each 
teacher.  
After the pre-Fountas & Pinnell running record assessment was recorded, observational 
journals were used to record student informal running records and individual teacher notes 
during Guided Reading instruction. Journal prompts were completed at the end of the week. The 
observation data collected throughout the week was used to determine whether students 
understood Guided Reading strategies at their assigned reading group level. The teachers looked 
at the strategies that were being implemented through instruction and compared this with the 
skills students were exhibiting during the Guided Reading group. If students were using the 
strategy effectively, the students showed an understanding of the strategies. If not, the teacher 
used the information to differentiate the instruction.   
The tally marks in the observational journals showed the number of times the Guided 
Reading groups were interrupted by non-participants or students in the reading group were 
absent. This data was used to determine whether interruptions and absences impact instruction 
and student progress in their Guided Reading groups. The data was compared to the post-Fountas 
& Pinnell running records to determine if this had an impact on the participants reading levels.  
Lastly, student surveys were conducted in the beginning, middle, and end of the research 
to determine how the participants perceived their Guided Reading group. This collection of data 
was used to make grouping and instructional decisions to help improve the learning environment 
for students. If students showed a dislike pertaining to their peers or instructional material within 
a group, groups were re-evaluated to see if a change was needed. If it was determined a change 
was necessary, the student would be reassigned to a new group. The teachers compared how the 
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students felt within the reading group with the growth that was made in the post-Fountas & 
Pinnell running records to determine the effectiveness the group had on the participant.  
Findings 
Grouping of Students 
The research question first addressed whether the grouping of students had an effect on 
reading scores. All of the participants were below the expected reading level of D at the start of 
this study (Table 1). Using this data, the teachers were able to group students into two groups for 
the study. Teacher A had two students with the instructional level B and two students with an 
instructional level C (Table 1). Teacher B had three students with the instructional level B and 
one student with the instructional level C (Table 1).  
At the end of the research, a post-Fountas & Pinnell assessment was given to each of the 
participants to determine the growth between the reading levels. This assessment was given to 
seven of the participants at the end of the research. One participant completed the assessment 
two weeks prior to the end of the research because they moved out of state. Teacher A recorded 
two participants at instructional level G, one at F, and one at E at the end of the study (Table 1). 
Teacher B recorded two participants at an instructional level G and two at F (Table 1). All 
students gained at least three levels. Two of the participants increased their score by three levels, 
four participants went up four levels, and two participants went up five levels.  Teacher B had 
more growth in levels when compared to Teacher A. Teacher A had two students who moved up 
three levels compared to Teacher B whose students moved up more than three levels. However, 
Teacher A had a student move away two weeks prior to the end of the research. This could play a 
factor in the growth of participant 4A. 
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Data from the student self-assessment was used to help determine students’ comfort level 
within their Guided Reading groups (Tables 2 & 3). In question one, the beginning data showed 
two participants were neutral and six were happy with their group. In the middle of the research, 
all participants were happy with their group. At the end of the research, two participants were 
neutral and six were happy with their group. In reference to satisfaction with the material, two 
participants were natural and six were happy with the material at the beginning of the research. 
In the middle of the study, all participants were happy with the material. At the end of the study, 
one participant was neutral and seven were happy with the material. In reference to use of the 
material, one participant was neutral and seven indicated they used the material outside of their 
group. In the middle, all participants indicated they used the material outside of their group. At 
the end of the research, one participant was natural and seven indicated they used the material 
outside of their group. Overall, the participants were happy with their Guided Reading group, 
enjoyed what they were learning and indicated they were applying it outside of the reading 
group. 
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Data from the second section of the student self-assessment was used to determine what 
the participants did and didn’t like within the group (Table 3). Similarities among participants 
related to their likes were: learning to read, having fun, and being with friends. Similarities in the 
students’ dislikes included: nothing (meaning they liked everything) and noise level.  




To determine ways in which individualized instruction played a role in student reading 
scores, the teachers completed a daily Observation Recording Journal. Results demonstrated 
progress the students were making during the study. At the beginning of the study, participants 
had a difficult time with the accuracy, comprehension, fluency, and performance skills listed in 
Table 4. These skills were used as a guide for development of differentiated instruction based on 
the students' needs. 
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The accuracy difficulties students demonstrated were related to breaking sounds apart, 
hearing and recording short vowel sounds in consonant vowel consonant (CVC) words, 
recognizing appropriate grade level sight words, and b and d letter-sound confusion. Participants’ 
comprehension of the leveled texts were limited at the start of the study. Difficulty in fluency 
caused students to read the text slowly and choppily, and they tracked reading by pointing to 
each word.  Students also struggled with performance skills, including difficulty focusing, 
skipping pages, and demonstrating a low reading confidence with a “give up” attitude.  
At the end of the study, the students demonstrated growth within their accuracy, 
comprehension, fluency, and performance skills. The accuracy skills participants showed growth 
in included: reading all CVC words, beginning and final blends, digraphs, and started reading 
CVCE words. Participants also showed growth in reading and recording sounds in sequence 
order from left to right and reading endings of words. Participants’ comprehension skills 
improved in the areas of retelling the story, backing up and rereading to self-correct or confirm, 
connecting the text with their own experiences, and making predictions before, during, and after 
reading. The participants started reading with expression and focusing on punctuation while 
reading. Their reading confidence improved: they developed a perseverance attitude and were 
able to track words with their eyes instead of their fingers.  
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Interruptions and Absences 
The Teacher Tally Form addressed whether interruptions and absences impacted 
instruction and student progress within their Guided Reading groups (Figure 1). The data related 
to student interruptions and absences was compared to the post-Fountas & Pinnell running 
records to determine whether they had an impact on the participants’ reading levels. Normally an 
increase in interruptions leads to teachers to not being able to complete the lesson, and absences 
decrease students’ scores because they are not there to participate in instruction. According to 
our findings, interruptions did not have an impact on student learning. Teacher A had fewer 
interruptions than Teacher B; however, Teacher A had more absences than Teacher B (Figure 1). 
Teacher B had a higher level of interruptions compared to Teacher A. Even though Teacher B 
had more interruptions, participants grew the same in their reading level.  
 
Figure 1. Student interruptions and absences in Teacher A and Teacher B classrooms. 
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Our findings show that Guided Reading is good approach to use with first-grade students 
in a small group setting. Keeping groups small and providing specific individualized instruction 
for those students increases students reading scores. Absences is an area that can not be 
controlled but our research shows it does play an impact on student growth.  
Action Plan 
The Guided Reading strategy is a well-known approach for providing small group 
reading instruction in elementary classrooms. However, the effects of Guided Reading on 
students’ reading scores when they were below the expected reading level at the beginning of the 
year was not well studied. The purpose of this study, then, was to determine if Guided Reading 
had an effect on student reading scores in first-grade classrooms. It was anticipated that reading 
scores would increase due to the small group, individualized instruction provided through 
implementation of the Guided Reading strategies. After analyzing the results from the study, an 
increase in reading scores based was found. Some factors related to the increase in students’ 
scores emerged through the study.  
The first relevant factor related to how participants were grouped. Participants who felt 
comfortable within their group were pleased with what they were learning, were able to apply 
reading strategies outside of their reading groups, and exceeded the expectation of growth for the 
time of year. The participants who were comfortable in their reading groups grew anywhere from 
four to five reading levels within the study. These participants also acknowledged that learning 
to read, having fun, and being with friends were things they enjoyed about their group. 
Participants who indicated a neutral response in relation to how much they enjoyed their group 
increased by only three reading levels throughout the study. Changing the participants’ group 
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could have made a positive influence on these participants, which could have increased their 
reading score.  
The second factor relevant to students’ reading scores was the individualized Guided 
Reading instruction used throughout the study. An increase in participants accuracy, 
comprehension, and fluency skills was noticed during the instruction. The participants’ reading 
confidence and perseverance also improved. This could have been related to how the participants 
were grouped and the attitudes they had towards reading. Students who showed an interest and 
actively participated had a higher success rate with their learning. The Guided Reading 
instruction was specifically geared towards the participants’ developmental reading needs and 
built upon students’ interests throughout the study to enhance instruction. Participants were 
excited to take part in their reading group during each Guided Reading session because of the 
purposeful incorporation of students’ interest into the discussions. Continuing to evaluate and 
incorporate students’ interests within the individualized instruction to help engageme students is 
highly recommended.  Using a variety of fiction and non-fiction text is one way to incorporate 
interest. Additionally, knowing students’ likes and dislikes is beneficial to student growth.  
The third and fourth factors relevant to students’ reading scores were related to absences 
and interruptions. First, absences affected student scores.  Students with a high number of 
absences improved less than students with low numbers of absences. However, if these students 
had been present throughout the entire study, it is predicted they would have grown another 
level. Unfortunately, there isn’t a way of preventing student absences, which can influence 
student scores. One recommendation for this would be to meet one on one with students who are 
absent to provide additional support. This could make up for the instruction that was provided 
when they were gone.  
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It was not evident in this study that interruptions had an effect on students’ growth. 
Teacher B had a significant amount of interruptions, however, they grew at the same rate as 
Teacher A. This data was surprising because it was expected that interruptions would be a factor 
in student growth. The participants mentioned the interruptions were something they did not like. 
A recommendation would be to have a solid reading structure in place, such as the Daily 5 
approach, to prevent interruptions from occurring.  
Overall, the benefit of setting-up and using a Guided Reading strategy can play an 
essential role in increasing students’ reading scores in an early elementary classroom, 
specifically first-grade. It is recommended that educators continue using the Guided Reading 
strategy for small group reading instruction. However, as Guided Reading is implemented, it is 
important to pay attention to the grouping, individualized instruction strategies, and student 
absences because they all have an influence on students’ growth. Future research should focus on 
whether the Guided Reading strategy has an influence on students who are above grade level. If 
the factors examined in this study would be beneficial for students who are above grade level, it 
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Appendix B 
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AR Small Group Observation Records 
 
Date:     
 


















Name: Name: Name: Name: 
    
Instructional Level: 
Below       On       Above 
Instructional Level: 
Below       On       Above 
Instructional Level: 
Below       On       Above 
Instructional Level: 
Below       On       Above 
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Appendix C 
AR Running Records Assessment  
 




    
    
    
    
    
    
    
    
    
    
    
    
    
    
    
    
    
    
    
    
*BOAR = Beginning Of Action Research         
*EOAR = End of Action Research 
 




AR Student Self-Assessment 
Beginning  Middle  End 
 
 
Directions: Your teacher will read you a sentence. Mark the picture that shows how you feel 
about your reading group (guided reading) when you hear the sentence. For questions 4-5, write 
in your answers. 
 
 
1. How do you feel about your guided reading group?   
 
           
 
 
2. How do you feel about what you are learning in your  
         guided reading group? 
            
 
 
3. When I work by myself, I use the things I learned in my  
guided reading group? 
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AR Teacher Tally Form  
      Used for Students   
Date Interruptions Tally Total Student  
Absent 
    
    
    
    
    
    
    
    
    
    
    
    
    
    
    
 
 
